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Abstract 
As part of an experimental study carried out at a Turkish university about the effects of graphic novels in improving 
reading comprehension skills of EFL students, this paper intends to introduce the process of pre, during and after 
reading activities applied both to traditional text and graphic novel groups as production and reaction of students to 
those activities. Thus, we aim to demonstrate how graphic novel form as being an authentic material can be adopted 
to EFL classrooms to improve (critical) reading skills. 
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1. Introduction 
Most of the studies researching on reading comprehension have defined reading from varied 
perspectives. In a straightforward literature review, one might find a definition of reading 
recognition of letters, what sounds those letters refer to, how those letters form 
words, how words construct phrases and phrases construct sentences, etc (Colombo & Furbush, 2009). On 
the other side, more comprehensive definitions promoting reading as not only recognition of written text 
(bottom up skills), but also as retrieving the meaning, information and the message of the author and the 
text have also been presented in different researches (Meredith 1970; Smith, 1973; Urquhar, 1984 in 
Aslan, 2007, Van den Broek & Kremer, 2000). Hence, as well as bottom up skills, the process of 
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summarizing, building connections in and between text(s), and understanding casual-logical relations 
(Gernsbacher, 1990; O Brien, 1987; Kisntsch & van Dijk, 1978; cited in Van den Broek &Kremer, 2000; 
2-3, Lanning, 2009). 
 
No matter how one defines reading, the common ground of all definitions is the existence of  a text 
which also constitutes the main argument of the study as to whether graphic novels might be suggested as 
authentic texts at EFL reading classrooms. Here, in this paper, we tried to screen how graphic novels 
might be used to improve those high order skills mentioned above in EFL classes. To do so, we observed 
reaction on/to graphic texts as part of an experimental study about the effect of 
graphic novels on reading comprehension of EFL students. 
2. Graphic Novel as a Text; Why to prefer graphic novels 
Text is an inseparable part of reading activity. As a well known fact, text is among other components 
of reading such as a reader and author which shape the reading activity as a complement based on the 
relations in and between of those components. The features of those components have been changing 
rapidly through time with varying definition of literacy (Lindquist & Seitz, 2009) and varied text types 
appear in time. Basically, everything from which we retrieve information is called text, and they do not 
have to be written (Lindquist & Seitz, 2009; Bruce, 2005; Alverman, 2005; Beers, 2003; Burmark, 2002; 
Van den Broek & Kremer, 2000). Audio books, graphic organizer in user manuals, safety instructions 
cards in airplanes, podcasts or graphic novels are among written; unwritten and semi-written examples of 
texts and the readability of those texts are directly related with how far the target community is literate 
about those texts (Lindquist & Seitz, 2009).  
 
For instance, more and more students use web 2.00 tolls such as social bookmarking, word clouding, 
online sharing and collaboration tools, and social networking. They listen to audio books and podcasts 
and consult to Google scholars and other search engines to retrieve information while they are drifting 
away from reading conventional texts (Lindquist & Seitz, 2009; Bruce, 2005). However, most of the 
content of classes at EFL classrooms dominantly direct students reading conventional texts, and it might 
be claimed that the majority of the studies, aiming at improving reading comprehension skills or 
properties of texts used. Again, it is true that those studies, while applying reading strategies, assign 
standardized tests or conventional texts to students, and they approach  students as static organisms whose 
characteristics as an effect on reading comprehension, they totally miss out other main components as text 
properties and reading contexts (Van den Broek & Kremer, 2000) that also affect reading comprehension.  
 
Related to properties of texts some studies focus on finding a way on improving reading 
comprehension skills of readers by using alternative texts instead of conventional texts. For instance, 
Lamano (2007) used graphic novels as an alternative text for adolescent high school students who are 
speakers of English. Lamano supported the study with various types of reading comprehension strategies 
like graphic organizers or vocabulary instructions. However, as mentioned in the study, the results do not 
suggest significant improvement on raising comprehension level of students. Nevertheless, the study is 
appreciated as an initial effort for finding alternative texts to use at reading classes.  
 
Two other studies researching on effects of graphic novels are Hammond (2009) and Gavigan 
(2010). The first one of those studies is examining graphic novel as a form of multi-modal literacy, and it 
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meaning and respond to graphic 
structure of the graphic novel is introduced. 
of merging concept convention as part 
of reading curriculum improved multi-  Similarly, Gavigan (2010) 
researched on motivational effects of graphic novels on struggling male readers in a case study which is 
perception of text is changing. That the male 
reading classes, and it had improved 
reading engagement .  
 
Related with the findings and facts mentioned above shortly, in our experimental study part of which is 
presented in this paper as production and reaction of students, we tried to find out how using graphic 
novels as part of curriculum of EFL reading classes might end up in effect on reading comprehension of 
students.  Thus, in the experimental study, participants were divided in two groups and instructed to read 
the same novel applying same reading strategies/activities. One group was asked to read the standard 
version, and the other group was assigned to read the graphic version of the novel. In the following part of 
 reactions of/toward using 
graphic novel. Production examples were retrieved from student portfolios, and the transcript reactions 
were either retrieved from video shots during sessions or comments on homework and questionnaires. 
 
3. Replacing Traditional Texts with Graphic Novels 
3.1. Design of the Course 
In a typical reading class, the reading activities are seen as products which have concrete results, 
finished operations determining whether students fail or succeed on reading activities. In other words, 
those approaches to reading usually concentrates on after reading activities, such as standardized multiple 
choice tests, true/false questions or activities of finding general and detailed meaning. Hence, reading 
classes usually ignore the process during reading and use reading strategies that would teach students how 
to be more successful in answering after reading questions. However, this approach to reading may fail 
reading comprehension since students would only focus on finishing reading the texts and choosing the 
right choices for the questions given at the end, which may lack improving critical reading skills. As 
Beers (2003) suggests, this is one reason which creates more dependent readers and fails comprehension. 
Avoiding this, in our course design for EFL classes, we tried to give equal importance on every step of 
reading as pre reading, during reading and after reading, which approaches reading both as a process and 
a product.  
 
To design a reading class that equally focus on processing and production, we applied gradual release 
of responsibility model of Pearson & Gallagher (1983) with the activities suggested by Monnin (2010), 
Lanning (2009) and Beers (2003).  With the gradual release of responsibility model, modified by Lanning 
(2009), first we explicitly described the strategy we would use, and then modeled the strategy to students. 
In the next step, we used the strategy collaboratively at the class, and next, students had guided practice 
with the gradual withdrawal of teacher. Finally, students independently used the strategy both at home 
and class (17-20). 
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3.2. Students Productions and Reactions  
During pre, while and after reading activities, we applied numerous types of reading activities and 
strategies mostly suggested by Monnin (2010), Lanning (2009) and Beers (2003). However, in the border 
of this paper we have mentioned a couple of activities for each section and tried to present the production 
and reaction of students to those activities.  
 
As mentioned above, one of the aims of the main experimental study is to introduce graphic novels as 
an authentic text form being part of reading curriculum of the EFL reading classes. With the theories on 
reading and literacy, reading of graphic novels should be introduced to students at first place. In doing so, 
pre-reading activities are appropriate techniques both to teach the concept of graphic novels and to 
develop schemata about the text that would be read.  
 
-95) was introduced as one of the pre-reading activities in our 
experimental 
eers, 2003; 94). However, we also applied this 
strategy to teach some fundamental concepts of the graphic novel, such as how the balloons, panels and 
gutters between the panels work, and how different types of panels and balloons should be read (Monnin, 
2010; Walk, 2007; Pawuk, 2007; Gravett, 2005; Gorman, 2003; McCloud, 1994; Eisner, 1992). 
  
In tea party, depending on the size of the class, students are divided into pairs or groups. In our case, 
as the classes were a bit crowded (min. 28 students for each session) we distributed 1-2 panels for each 4-
5 students. All the panels were taken from the first chapter of graphic adaptation of City of Glass by Paul 
Auster  (Auster, 2004), containing different types of balloons and images. Then, students were asked to 
match the panels together with the panels other students had, in chronological order, to create the story 
line. While matching, they needed to focus on both the words and sentences in the balloons to decode 
referential and casual logical relations (Beers, 2003; Gernsbacher, 1990; Kisntsch & van Dijk, 1978; O 
Brien, 1987 cited in Van den Broek &Kremer, 2000; 2-3). They also needed to focus on the images, to 
apply the same skills on them. The following transcript shows the activity period in the class with assisted 
modeling of teacher. None of the errors has been corrected in the transcript. 
 
 
T: Ok. 
- a long pause) 
T: Anybody has a piece of panel to help him to comp[lete]? 
S1:[and] 
T: he said he has a picture showing a guy writing something. Do any of you have something like this? 
S2: (burada bir suru sey var- lots of things here- [telefon var hocam bir kac tane]) 
S3: [something should be important] about the telephone then. 
 
(unclear attempts)  
 
{after lots of unclear attempts) 
S4: he must be a writer  
 
 
S7: [and that happens all the time] because there is lots of telephone here.  
 
In the transcript above, students are trying hard to connect the images and texts they are given. After 
couple of unsuccessful attempts they mainly caught the theme of the novel that the main character is a 
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writer (who is living alone in his apartment in New York) and finds himself in a mysterious adventure 
through repeated phone calls asking for a detective that he is not. We might state that in the traditional 
text format of the novel, related with the postmodern style of the author, it was sometimes hard to 
distinguish the reality and delusions in the novel; however, in graphic novel format, the balloons and 
images that clearly represent the story line helped students a lot to connect the panels. 
 
Another strategy we applied to the graphic novel is K-W-L (Know, What to Know and Learnt) (Ogle, 
1986 cited in Beers, 2003; 80) which can be used as a pre-reading activity before each chapter and a 
during reading activity while reading every chapter. Similar to the  -W-L activity aims at 
triggering schemata and background knowledge of the readers about any concept. Beers (2003) suggests 
that the activity is appropriate to expository texts, but as suggested by Monnin (2010) it can also be 
adopted for fictional texts including graphic novels.  
 
after practicing introductory activity. Later they raised questions about what would be possibly happened 
 The difference between the traditional text group and 
graphic novel group in this activity is the usage of the panels by the graphic novel group. As They were 
connecting the ideas mentioned in each column, they tried to reflect those connections visually by 
describing the appropriate panel for each one. Table 1 below shows an activity of K-W-L by a student at 
graphic novel group. 
Table 1 Example of K-W-L by a student at Graphic Novel Group 
Item (subject) Know Want to know Learnt 
Detective Follows someone secretly 
Clever 
Sherlock Holmes 
Is Quinn really a 
detective 
 
Quinn 
 
Lonely 
35 years old 
Writer 
Family is dead 
What happened to his 
family? 
 
Why did he choose such 
a complicated work? 
 
 
ch  column is 
still empty that shows that this student has not been able to find an appropriate answer to the questions he 
raised before. If student run into this problem frequently during the activity, we would ask them to 
describe what kinds of information and panels they needed to complete the chart, and where he can find 
this information in the novel. This might be another advantageous of using graphic novel that when 
students need to find information in different parts of the book, panels make it easier for them skimming 
through the whole chapter and even the whole book.  
 
Here, there is a reaction of one of the students in graphic novel group about the usage of panels in K-
W-L activity: 
T: So, how have [u] been doing so far with the activity? 
  
 T: Huh, huh 
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 T:  Do you mean panels make it easier to remember the story? 
 
difficult to understand with no picture. The story is difficult. 
S2: (sitting next to him interrupts)- 
[they are] funny. 
 
We might claim that panels usually work properly both with this activity, and other activities 
throughout the study; however, from time to time students had difficulties in both groups (traditional text 
group and graphic group) in retrieving information from texts or distinguishing the storyline of the 
novel, which we think as mostly related to the postmodern complicated language structure and style of 
the author.  
 
contrasting charts, which can also be applied as a post reading activity. Unlike the other two activities 
litates distinguishing two-or more 
items/concepts by comparing and contrasting them directly based on their physical appearances and/or 
other characteristic features (Beers, 2003; 132-133). With this aspect, the activity is mostly suitable for 
character and setting comparison in different modes. 
 
 In our study, students mostly preferred to compare and contrast the main characters in the novel, by 
using either panels from the novel itself, or using other graphic organizers or logographic cues they 
created or retrieved from other sources. The table 2 above reflects an example of a student production of 
the strategy. 
 
Characters: Quinn and Paul Auster 
A-B 
         Attractive  
 
Brave 
 
C-D 
Complicated mind,  
 
Depressed 
 
E-F 
Elegance 
 
          Fanciful 
 
G-H 
       Gentle 
 
        Hermit 
 
 
As can be seen from Table 2, the student from graphic novel group, prefers to use logographic cues 
retrieved from other sources for comparing activity he/she designed. Quinn and Paul Auster, two 
characters from the novel are compared based on their common characteristic features (students were 
asked to show contrasts through red fonts), and the student prefers to use logographic cues to visualize 
the adjectives he/she defines, which creates a more individualized design to remember the adjectives and 
match them with the characters in the novel. 
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In relation with K-W- activity, the last example we 
is suggested by Beers (2003) and 
Monnin (2010) as an appropriate strategy to develop a meaning unity for summarizing the story line. 
SWBS allows students to create their own framework to summarize the storyline according to their own 
perspectives (MacOn, Bewell and Vogt 1991 cited in Beers, 2003; 145). Hence, students would be able 
to choose the principal parts and events in the novel they read, which would provide them practice the 
activity independently with no teacher intervention. Doing so, students would be triggered to improve 
their finding casual/logical relations and referential relations in/between texts (See Appendix A for 
example of SWBS). 
 
As can be seen from the example in Appendix 1, the student from the graphic novel group, prefers 
to use panels and logographic cues, he/she creates by himself/herself, to complete the SWBS chart. 
He/she follows a step by step approach as who somebody is in the novel (e.g., Quinn), what he wants to 
do (e.g., He wants to change his routine life because it is boring), but what happens later (e.g., Virginia 
Stillman calls him to ask for help, she thinks that he is a real detective) and so what happens in the end 
(e.g., Quinn pretends to be detective Auster and conducts the case). 
 
In relation to those activities mentioned above and other activities applied in our experimental study 
but not mentioned in the border of this paper, we might claim that main reading strategies may also be 
applied successfully to graphic novels to be used at EFL classrooms. From the production examples, 
 we received, we assume that graphic novels might also contribute to 
the improvement of reading comprehension skills of students at EFL classrooms. 
4. Conclusion  
In the conclusion of this paper, we would like to highlight the main point that; graphic novels as 
forms of authentic texts might be successfully applied to the reading classes at EFL classrooms. At least, 
the productions and reactions of the students in our study proved us that when appropriate strategies and 
responsibility model and when the process of reading has 
been supported through pre- and while reading activities students got better results in comprehension of 
the texts they read.  
 
Although it is not directly referred here, we should also mention that results of standardized tests we 
applied both to the traditional novel group and graphic novel group, in terms of reading as a product, 
showed progress in reading comprehension level of both the groups while the graphic novel group 
slightly has better results in the test on the novel read. The general feedback received through the 
questionnaire given to students at the end of the study also shows that students like to see graphic novels 
at their reading curriculum of EFL classes with some hesitations related to being a bit unfamiliar with the 
structural content of the graphic novels such as panels, balloons and gutters. Nevertheless, if those 
idiosyncratic structures of graphic novels could be taught to students though modeling the strategies, 
hesitant students may be more welcoming to read graphic novels. Still, we need to mention that the results 
we have gotten in this study may not be generalized, and the same approach may lead to different results 
in different contexts. 
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Appendix A. An example of SWBS 
 
